Brazilian basic education still lacks qualified teachers. The Brazilian Open University System (UAB) is a branch of a public educational policy designed to address that problem. This quantitative/descriptive paper analyses UAB System statistics ( to June 2015, specifically regarding vacancies, enrolment and the number of students that graduate. It was revealed that 68.3% of all vacancies were allocated to teacher education courses, and within that sphere 67.5% were degree courses for basic education teachers and 32.4%, complementary courses. The enrolment percentage was around 86%, while the proportion of students graduating was around 61%. Analysis of the figures suggests that the UAB sought to achieve its main goal, as a public policy that induces teacher education for Brazilian basic education teaching staff. However, it is conjectured that problems related to the teaching profession itself discourage students from joining and from finalizing their courses, thereby weakening the potential performance of the UAB System. Keywords: Education policy. Teacher education. Brazilian Open University System (UAB).
careers, especially those associated to a teaching degree due to the "low value of the respective diploma in the economic goods and symbolic goods markets". When people actively select teaching, they do so because of aspects that are intrinsic to the career, such as personal gratification in being a teacher; on the other hand, they reject the career for extrinsic reasons, such as the low social value that is attributed to it (PALAZZO; GOMES, 2017). Teaching careers are not supported by adequate career plans that contemplate professional ascension, or by decent salaries or other benefits such as health plans (BARRETTO, 2015; GATTI, 2014) .
The socioeconomic profiles of people that enroll in teaching degree courses amplifies the problem of teacher education. According to Gatti (2014) the profile of the student body consists of individuals: a) from low-income families, 39% with household incomes of up to 3 minimum salaries and 51% with from 3 to 10; b) 98%, not only study but work as well; c) their parents have low schooling levels, and d) 54% are outside the ideal age group for teacher education (18 to 24).
Students with the above profile have entered the course for economic or employability reasons. Courses in the field of education are less expensive for the student and the mere fact of obtaining a higher education diploma can guarantee them employment in activities other than teaching ('credentialism') or the teaching activity may be practiced merely to bring in a little additional income, a kind of side line (PALAZZO; GOMES, 2017).
Finally, teachers are needed, not only to increase the body of persons in teaching and teaching-related activities but also to fill the posts that will become vacant in the coming years. According to the Basic Education Census of 2016, 49.4% of teaching positions are occupied by people over 40 years old and that fact is exacerbated by the predominant participation of women (82%), given that women have the right to an earlier retirement from their teaching activities. Gomes (2009) reports that distance education in the higher education level in Brazil first materialized in 1995 with the creation of the Special Department for Distance Education. The Law of Bases and Directives nº 9.394/1996 (specifically article 80), finally endowed it with new status as it was formerly an exception or operated clandestinely (BRASIL, 1996) . Furthermore, Almeida and Costa (2009) affirm that the Law unleashed a chain of recognition for distance education in Brazil and accordingly it came to require the definition of public policies for its implementation and consolidation. Additionally, Neder (2006) , asserts that the focus of distance education should not be restricted merely to democratizing access to higher education but should embrace teacher education as well, making full use of that modality's potential.
Brazil's Open University System (UAB)
In its National Education Plan 2001 -2011 (Law 10.172/2001 ) and more specifically in Chapter 6 -Distance Education and Educational Technologies, the Brazilian State, pressured by the need to elaborate public policies to solve the qualification problem, underscored the importance of distance education as a priority means for achieving the continuing education of teachers working in primary and lower secondary education (BRAZIL, 2001 ).
Furthermore, in 2005, in the Ministry of Education (MEC), the Open University System began to be idealized. The Decree nº 5.800/2006, which legitimized the UAB System, declares that it should set priority on initial and continuing education for basic education teachers (BRAZIL, 2006) .
Since 2008, the UAB has been the responsibility of Capes and specifically, of the Distance Education Directorate (DED). The operational foundation of the UAB rests on a cooperation between Capes, participating public universities, States and Municipalities. These last two are responsible for maintaining locations of attendance in the form of spaces in buildings and administrative support personnel.
The DED is responsible for the macro-management of UAB: 1) approving the participation of the centers supporting student attendance and monitoring their infrastructure and the way they function; 2) monitoring the demand in the states for teacher education, making the course offer feasible and accompanying it; 3) making the financing of the universities feasible and accompanying the execution of the allocated resources. The role of the public universities is to propose the course offers, administer the student selection process, promote the academic activities of the courses, and manage the execution of the financial resources.
The data were obtained from the UAB System in July 2015 concerning the courses offered by the participating institutions in the period from February 2006 to June 2015. The data regarding the date courses began are merely declaratory and inserted into the computational tool used to manage the UAB by the educational institutions themselves and, up until then, there had been no way of validating them.
Results
From 2006 to June 2015 the UAB aggregated 853 courses to 14,171 classes, and made available 607,675 places (Table 1) . It reveals two interesting results: 1) in the division in three columns, the percentages associated to teacher education are considerably higher than those associated to "Other Qualifications": A -67.8%, B -70.3% e C -68.3%, in relation, respectively, to A -32.1%, B -29.6 %, e C -31.6%; in the group "Other Qualifications", for every degree course there are 2.2 complementary ones and in the case of classes and places the ratio is 1.4. A comparison of those numbers with the numbers associated to the group "Teacher Education" shows a diametrical behavior. In this case for each complementary course there that ratio is 1.3 degree courses and for the classes and places the numbers are 1.8 and 2, respectively.
Comparisons among different kinds of qualification show that for each bachelor/technological course there were 3.8 times more teaching degree courses and the numbers for classes and places are 3.7 and 3.5, respectively. Applying the same treatment to the Complementary courses, we found less expressive numbers but they ratify the inducement to more teacher education: 1.3 times more courses, 1.4 times more classes and 1.2 times more places. Table 2 has been designed to permit a horizontal comparison of the numbers set out in Table 1 , to present the aggregate figures for the number of classes for each course and the same logic for classes and places.
Based on the totals (highly aggregated numbers), each UAB course contemplated 16.6 classes with 42.8 students per class. These numbers grouped according to type of qualification and purpose, are very similar. Thus, we can conjecture as to whether the UAB System's complementary and degree courses, irrespective of whether they are directed at teacher education or not, support similar numbers of classes and student places and whether their potentials are equivalent. The comparisons commented in the preceding paragraphs have revealed two inducement tendencies. The UAB has functioned in educating new teachers and, albeit residually, in qualifying teachers already in activity in new areas of knowledge; in the aspect of other qualifications it focused on aggregating complementary knowledge. In other words, the UAB has sought to induce the education of teachers thereby fulfilling its primordial objective.
Considering these observations, can the percentage relations in Table 1 be considered ideal? Could they be improved? Supposing that the courses have similar qualifying potential, if the UAB were to redirect the institutional efforts, it would dedicate to Other Qualifications to teacher education instead, could the achievement of the primordial objective be expanded? We do not have the answers for now, but such questions suggest further studies.
Scrutiny of the data showed that only 3 courses were registered as having been cancelled. Apart from the numbers being statistically insignificant, the current inactivity of those courses does not mean they were not active at some time or another. Oppositely, 1,588 classes (11.2% of the total) were cancelled or never actually started. The failure to start off the activities of a class in any given attendance support center triggers effects on the number of places whose reduction implies there will also be reductions in enrolment and undergraduate figures. A vertical analysis of column A shows that the installed capacity of the place offer is consistent with what has already been observed, namely, that the system has favored teaching degrees to the detriment of complementary courses. In the Southeast macro region, the numbers are closer to one another which may indicate that the demand for new teachers is lower than in other regions. In macro regions North and Northeast, however, the place offer for teaching degree courses is expressive, which suggests a possibly serious shortage of new teachers. Although we cannot distinctly affirm causality, these last two regions present the lowest mean values (according to recent surveys) for the Basic Education Development Index (Índice de Desenvolvimento da Educação -IDEB). Northeast and Southeast account for 69.5% and 67.6% of the places, respectively (total of degree courses and complementary courses). Those figures are influenced by the numbers of universities located in the two regions. Together they account for 63% of the total number of institutions participating in the UAB. On analyzing the composition of the total number of places (47,714) in cancelled or no started classes shown in column B, we can conclude that the numbers for degree courses (49.3%) and complementary courses (50.7%) are similar. In the light of that vertical analysis Northeast (29.4%) and Southeast (34.9%) contributed substantially to the composition of the total, albeit the profiles of their cancelled classes were different. Former cancelling refers predominantly complementary courses, whereas the later degree course classes were cancelled more than the others. The two regions' high figures for this item are due to the fact that they offered much higher numbers of places in the first place. It should be mentioned that in the Central-Western region, most cancelled classes were of degree courses.
A complementary horizontal analysis of the same Table 3 -column B/A shows that, in principle, 10% of the places were lost. All regions cancelled places in complementary courses proportionally, 2.3 times more on average. North and Central-West presented the highest percentages of places not implemented, 18.6% and 16.7%, respectively. That fact differs from the conclusions of the horizontal analyses. In other words, those regions, with the lowest offer, were the ones that made least efficient use of their potential occupation. They did not even get to the point of setting in motion the selection process to occupy them.
It is not exactly a case of supply and demand: the classes/places that were cancelled or not started never had a chance of being occupied. Accordingly, certain questions arise from the information in Table 3 . A loss of up to 10% might be an acceptable figure, but, in fact, it represents 20,565 potential new teachers that will never come to be and 21,149 others that could have had their knowledge enhanced, but did not. Why were those classes/places cancelled or why did they fail to start? Were the quantities involved not properly dimensioned beforehand? Did the actors and processes involved fail to perform as expected? Was there any lack of resources that made it impossible to start the classes?
One of the variables for establishing funds for a new class was the number of available places, in 2006-14. Considering the context portrayed above we can conjecture that there was a considerable volume of financial resources that went unused. Of the 373,886 implemented places, 321,575 (86%) were actually taken up. With exception of North and Northeast, whose rates of occupation in the complementary courses were 64% and 72.5% respectively, the rates were satisfactory which may indicate that those two regions had a greater need of new teachers. It is worth noting that macro region North failed to implement 35.3% of the places in complementary courses, which means that 58.5% of the planned places were lost. Macro region South heads the list with the best percentages taken up, 90.46%.
The ideal of 100.0% occupation may be hard to achieve but it should be aimed at. None of the percentages detected was above 95% and the mean percentage of places effectively occupied was 83.5%. In that light, we propose the following conjectures: was the level of occupation less than excellent because of the lack of demand, in other words because there was less than one candidate per place? Or, did the selection processes approve a sufficient number of candidates but some of the latter decided not to matriculate? The idea of those speculations is to evoke the phantom of the lack of attractiveness of the teaching career indicated by the studies that have been cited in the text above (BARRETTO, 2015; GATTI, 2014; PALAZZO, GOMES, 2017; PEIXOTO, 2012) . In an endeavor to make a more in-depth analysis of places' occupation of the places offered, the figures in Table 4 have been des-aggregated by areas of knowledge and qualification to which the respective courses were associated using the Organisation for Economic Co-operation and Development (OECD) classification adopted by the UAB, and they are presented accordingly in Table 5 . For a best reading, we aggregated the areas in categories, Courses Areas (CA): When we analyze the rate of occupation of places in the complementary courses, we find that regions Southeast, South and Central-West have high rates, around an average of 93.7%. For the regions North and Northeast, however, the mean rate of occupation is just 71.6%. This means that almost 30% of the initial effort was dissipated before the classes even began and that was unfortunately in the two regions with the lowest average IDEB ratings.
Focusing on the degree courses, only two regions registered occupation rates could be considered merely regular (below 70%), namely, the Northeast in the area of Social Sciences, Business and Law with 61.1% and the Southeast in the area of Health and Social Wellbeing with 68.2%. To gain an understanding of the disparities in the place occupation figures the data need to be des-aggregated even further because sporadic facts in isolated institutions or courses may very well affect the overall figures. The other rates were close to a high average figure of 89.5%, especially in the three regions that make the greatest numbers of places available, as has been shown.
Furthermore, the analysis of enrollments shows that 30.9% of them were in the Pedagogy courses. That percentage may represent progress in the number of enrollments in public courses in Pedagogy in the distance education mode identified by Barretto (2015) based on the 2011 Higher Education Census, whereby they represented 12.2% of all the teaching degree courses being offered by that means.
In general, places in the teaching degree classes are occupied satisfactorily despite the initial loss at the moment of implementation of the places of a potential 10% of those that could have eventually become qualified. For an appreciation of the broader scenario, the data collected after the implementation of the places must be analyzed to verify the numbers after the classes have concluded their course and find out how much of the original potential qualification is eventually fulfilled at the end of all the stages of this public policy.
Next tables display the absolute numbers referring to enrolment and graduation, des-aggregated by complementary and degree courses, and display the ratio between enrolment and graduation figures, revealing how much of their original qualification potential was actually fulfilled. To ensure that the comparison reflects the reality as closely as possible, the figures were based on those for classes declared as having concluded the course, so the number of matriculations in this case differs from those in the previous tables. degree opportunities: students tend to leave their courses not between selection and enrollment, but during the course itself, which is the opposite of the situation of traditional teaching degree courses where the student attends all classes in person. Table 7 des-aggregates the data by areas of knowledge.
The analysis by area of qualification does not present a more encouraging scenario The course conclusion rates are modest and most negative among them are those for Sciences Mathematics and Computing where the mean percentage was 57.6% but for region North it was only 25%. The area of education shows a regular result of 72.1% and the highest absolute number of qualified graduates, 40,098 (84.1%). The Northeast also showed a regular result for graduation rate with none of the areas being lower than 70%.
In regard to the teaching degree courses, the results discriminated by areas of knowledge repeat the pattern for the other courses. The areas of Sciences, Mathematics and Computing returned the lowest rate with an overall result of just 35.9% of enrolled students actually concluding their course. Other low percentages were for the Southeast (27.1%) and South (29.3%). The overall rate for the area of Education was higher, 73.1%, with an outstanding 78% obtained by regions Northeast and South. On the whole the area of Humanities and Arts showed fair results with an average rate of graduation of 54.2%.
The numbers displayed above reveal the existence of a serious problem. UAB System, especially in the teaching degree courses, has not managed to keep the enrolled students from dropping out of their classes as almost half of them fail to finalize their courses and there is an orverriding physics, chemistry, biology computing and geography teachers. The total enrollment numbers for Sciences, Mathematics and Computing, on the one hand, and Eduction on the other are similar 35,188 (39.8%) and 33,219 (36.8%), but their course conclusion rates are very different. In other words, the system is potentially educating and further qualifying students in Education more than any other area.
Assuming that the students that conclude their courses go on to work as teachers, the System is basically addressing the needs of infant education and the early years of fundamental education (primary). The later years of fundamental education (lower secondary) and higher secondary education are apparently jeopardised by that pattern. What are the factors that make it so difficult to educate teachers for what are considered the 'hard' study disciplines? Is the problem associated to Distance Education as a modality? Are we doomed to continue having educators that teach in areas that they did not originally qualify for? Given the falling birthrate figures, are we going to need so many people qualified in Education (IBGE, 2013)? On the other hand, there are serious implications for the financial aspect. Lira and Lima (2014) (2014), we obtain the figure of 2.86 billion reals. Two aspects of those figures need to be made clear: they are nominal figures that have not been subjected to any kind of correction or adjustment, and they are based on budget data which may be different to the amounts that were effectively used.
In the light of all those financial figures and the data displayed in Table 1 we can derive certain inferences, however primary they may be. We know that at least 60% of the UAB System's effort was directed at the initial and continuing education of teachers, given that 1.71 billion reals were allocated for that purpose. If we divide that figure by the number of course places actually implemented (Table 4) , we obtain the value of a single implemented course place of 4.58 thousand reals. In those classes declared as concluded, 176,980 places were made available. We also know that the number that graduated was 97,353 (Table 6 ) thus 79,279 places were wasted either because the student decided not to enroll or because he or she did not conclude the course. That means we identify a possible resource waste around 363.10 million reals or USD 201.7 million (OECD, 2017) . If figures were available for unfinished classes, the total amount could be considerably greater.
Thus it can be estimated that a large part of the UAB System's effort to induce teacher education goes to waste during the educational process. Obviously a 100% return on the investment is unlikely, but if 80% of the actual enrollments (Table 4) were fully taken advantage of (with students graduating at the end of their courses) then by the end of 2015 we could have 180,401 new teachers available for various teaching roles and another 76,859 having acquired a set of complementary knowledge. If, as the 2016 Basic Education Census indicates, 22.5% (494,107) of those in educational functions lack a proper qualification, the UAB would be able to reduce the problem by half in a few years. That estimate may be limited but it is designed to underscore the potential of the UAB.
Final Conclusion
The program analyzed revealed a low level of efficiency and efficacy, partially having achieved its objectives. Each unoccupied place, each enrolled student that failed to conclude the course represents a waste of resources. Even though the cost per student tends to be lower in distance education than in education with integral attendance, the amount is highly significant in a program with national outreach. New questions that arise are: do the qualified educators actually work? If so, do they work in areas that need them most? Does their education and training result in learning on the part of the students they teach?
Those are profound questions but for some time now, international experiences have shown that distance education needs to address complex internal and external conditions associated to the students' realities. While the cost tends to be lower, drop out rates tend to be high so the latter annuls the effect of the former (GOMES, 1994) . That was an aspect that Darcy Ribeiro ordered to be investigated before proposing the Law that bears his name and set distance education in motion in Brazil. Outstanding among the usual remedies applied and improved on, are acquiring good knowledge of the real and potential students, accompanying them constantly requiring their actual presence or presence at a distance in the so-called "learning communities", quality in all spheres, including accompaniment by tutors in suitable centers. There is an obstacle that stands in the way of quality; the student needs to have a set of prior knowledge as to how to study, how to study in groups, about communication codes and technology, in addition to organizational routines and habits that are supposed to be developed by the primary school. If that school sets priority on the students acquisition of subject content alone, instead of getting the student to learn how to learn, then the student emanating from such a situation may well lack basic conditions. It is not by chance that the literature has tested and evaluated many alternatives (FIUZA; CASTELLÁ SARRIERA, 2013; HART, 2012; SIMPSON, 2012) .
The analysis undertaken here also offers some lessons:1) a program must be contiually evaluated to correct its direction and minimize losses; 2) evaluation results need to transform in action; 3) nothing can be simply reduced to the injection of additional money. That is necessary but not suffient on its own for a program to achieve its purpose. One fundamental issue is to identify where, within the field of education, the money allocated goes. Anyone who has mastery of such knowledge is entitled to throw the first stone, but let it be a stone used for continuing to build. 
